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Abstract 
Newly qualified teachers frequently experience difficulties starting their careers at school and in many cases, leave the profession 
during their first five years. A support programme for novice teachers, ‘The Induction Programme’, has been running now for 
nine years in Estonia. However we do not know how the programme has influenced several important features, such as novice 
teachers’ intrinsic motivation for their work, which can have an impact on whether or not they stay in the profession. Teachers’ 
motivation is of fundamental importance as it not only predicts their own well-being and job satisfaction but also students’ 
outcomes and engagement. The main aim of this research was to evaluate the possible impact of the induction programme on 
novice teachers’ intrinsic motivation. The present study analysed novice teachers’ level of motivation in six sub-categories such 
as enjoyment, perceived competence, perceived choice, pressure, effort and relatedness with colleagues. The sample was formed 
of two independent teacher groups (N=114). The first group participated in an induction programme in 2010/2011 and the second 
one in 2011/2012. The Intrinsic Motivation Inventory (Ryan, 1982; Deci, Eghrari, Patrick, & Leone, 1994) was used at the 
beginning of both school years. The results indicated a rather high level of intrinsic motivation and a rather low level of the 
negative factor, such as pressure and tension. Significant differences also exist between class teachers and teachers of social 
sciences and languages, and between teachers of sciences and teachers of several subjects.  Relatedness with colleagues were 
considered very important and the score grew along the year as well. These findings tell us that novice teachers come to school 
with positive attitudes which remain the same or even improve by the end of the first year. The induction programme may have 
contributed to such positive outcomes.  
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1. Introduction 
 
1.1. The Role of Induction Programme 
 
During the first years of a professional career, novice teachers integrate into the school culture and teacher 
community. There is a mutual influence between the school as an organisation, and teachers as it’s members (Day et 
al, 2007; Bickmore & Bickmore, 2010). Mentoring is one of the keywords of the induction period (e.g., Feiman-
Nemser, 2001; Darling-Hammond, 2003). In an Estonian context, all novice teachers are subject to the induction 
programme, and they are guaranteed the support of a mentor during the first year of work. Mentors are experienced 
teachers who have specific qualifications in service courses that last up to 160 hours. Mentoring works more 
efficiently if the whole school is involved in supporting novice teachers, (Eisenschmidt, Poom-Valickis & Oder, 
2008). In some negative cases the mentor may be the only contact with colleagues at school where there is no 
particularly collaborative culture, and teachers are left alone to deal with challenges (Löfström & Eisenschmidt, 
2009).  
 
A novice teacher’s professional growth is a focal point in the induction year model implemented in Estonia (Figure 
1). This model combines two action environments (a) learning and development in the school context with mentors, 
and (b) peer meetings for novice teachers from different schools during the induction programme at universities. 
This model considers that the school and it’s culture play a major role in novice teachers’ socialisation process and 
ability to perceive themselves as teachers.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1. Induction year implementation model (Eisenschmidt, 2006)  
 
1.2. The Role of Motivation 
 
It is widely known that teachers show higher levels of stress and lower levels of motivation than people in other 
professions (Chaplain, 2008; Schwarzer & Hallum, 2008). Yet teachers’ motivation to work is of fundamental 
importance as it not only predicts their own well-being, but also the students’ outcomes and engagement (Demir, 
2011; Reeve et al, 1999). The present study deals with intrinsic motivation within the Self-Determination Theory - 
STD (Ryan & Deci, 2000a). STD focuses on human motivation and explains the motivational differences between 
intrinsically and extrinsically motivated activities. Aspects that enhance intrinsic motivation are: enjoyment and 
interest which explain the inner wish towards an activity; free choice, meaning that people choose an activity 
because they want to and not because of external reasons; perceived competence, as it promotes the feeling of self-
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efficacy, which in turn leads to the feeling of satisfaction; effort that is how important the activity is and how much 
effort has been put into accomplishing an activity; and relatedness with colleagues, in other words the feeling of 
being connected to a peer group (Ryan & Deci, 2000b). Teachers who are intrinsically motivated teach because they 
find it enjoyable. External aspects, on the contrary, undermine intrinsic motivation, such as pressure and tension, at 
the fear of being controlled. Extrinsic motivation results in pleasant consequences such as a reward, praise, or 
simply a salary increase. Furthermore, claiming that teachers are motivated by extrinsic factors, means that they do 
what they think they must do; but since this does not come from their inner wishes, but from outer forces, they 
become increasingly alienated from their intrinsic motivation (Vansteenkiste et al, 2005).  
 
2. Methodology 
 
Based on the need to find out the changes in intrinsic motivation during the first year of work, the following 
research questions emerged: (1) What characterises novice teachers’ motivation to work?; (2) How do the levels of 
motivation change by the end of the induction year?; (3) How do the levels of motivation differ among novice 
teacher groups? 
 
2.1. Sample 
 
The sample was formed of two novice teacher groups (N= 114) who participated in an induction programme either 
in 2010/2011 or 2011/2012. Four novice teacher groups emerged according to the subjects they teach and it can be 
seen in Table 1. The category “Teachers of several subjects” refers to teachers who teach more than one subject, for 
example there are teachers who teach music, art, history and literature. This phenomenon applies mostly to small 
country schools. 
 
Table 1. Sample size 
 
  Class teachers Teachers of social  Teachers of sciences  Teachers 
 sciences and languages    of several subjects 
N (Total 114) 34   27   21   32 
Age of pupils 
being taught 7-11    7-19    12-19    7-19 
 
2.2. Data collection, Instruments and Analysis 
 
The data for this study was collected during induction programme meetings with the Intrinsic Motivation Inventory 
(Ryan, 1982; McAuley, Duncan & Tammen, 1989). The data collection took place in three steps and can be 
followed in Table 2.    
 
Table 2. Data collecton 
     2010/2011  2011/2012 
Step1 
The first group (N=68) 
Answering the questionnaire in September 
Step2  
The first group (N=68) 
Answering the questionnaire in May 
Step 3 
The second group (N=46) 
Answering the questionnaire in September   
 
The questionnaire has been translated into Estonian and back translations were performed to ensure the equivalency 
of the two versions. The questionnaire consisted of six subscales and 38 questions all together, that used a 5-point 
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Likert-scaled items to measure Interest/Enjoyment (“I enjoy teaching very much”); Perceived Competence (“I think 
I am pretty good at teaching”); Perceived Choice (“I feel like it is my own choice to be a teacher”); 
Effort/Importance (“I didn’t put much energy into teaching”); Pressure/Tension (“I was anxious while teaching”); 
and Relatedness (“I feel really distant to my colleagues”- reverse score). 
Means, standard deviations, and internal consistency were computed; factor analysis, ANOVA, paired-samples T-
test were conducted. 
 
3. Results 
 
3.1. Factor analysis 
A factor analysis was conducted to determine whether the components corresponded to the structure of the original 
questionnaire. The original components are as follows: Interest/Enjoyment; Perceived Competence; 
Effort/Importance; Pressure/Tension; Perceived Choice; Relatedness. A principal components analysis was 
conducted utilising a varimax rotation. The analysis produced a six-component solution, which was evaluated with 
the following criteria: eigenvalue, variance, scree plot, and residuals. Criteria indicated that a six-component 
solution was appropriate. Table 3 presents the loadings for each component after the rotation. Consequently, two 
variables were eliminated because of their low communalities. As a result, most of the components corresponded to 
the original version, except for perceived choice where variables were divided between the first and second 
component. Importance and Enjoyment were also mostly perceived together. We are aware of the rather small 
sample size (N=114) to conduct a factor analysis, therefore it carries a comparative task and the original version is 
retained for the rest of the data analyses. 
 
Table 3. Component loadings and Cumulative % 
 
        Loading   Cumulative % 
Component 1: Self-efficacy and  
good relationships with colleagues  
 (14 variables, from .703 to .959)    28.678   28.678 
Component 2: Perceived enjoyment and Importance    
(7 variables, from .622 to .785)    11.809   40.487 
Component 3: Perceived competence 
 (4 variables, from .683 to .767)    7.634   48.121 
Component 4: Perceived pressure and tension 
 (5 variables, from .640 to .716)    6.664   54.785 
Component 5: Teacher community 
 (4 variables, from .694 to .743)    6.096   60.882 
Component 6: Perceived tension-free teaching 
 (2 variables, from .706 to .731)    5.085   65.967 
 
3.2. Reliability 
Reliability was guaranteed by measuring internal consistency. The overall result was .913. Internal consistency was 
also measured within 6 subscales. The result can be seen in Table 4. 
 
Table 4. Cronbach’s alpha 
  
Subscale    Į   
Enjoyment / Interest   .842 
Perceived Competence   .731 
Effort / Importance   .613 
Pressure / Tension   .740 
Perceived Choice    .746 
Relatedness    .787 
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3.3. Analysis of Variance 
The means were computed and a one-way analysis of variance was conducted to investigate motivation differences 
between teacher groups in 2010/2011 and 2011/2012. The overall means and standard deviations can be seen in 
Table 5.  
 
Table 5. Overall Means and Standard Deviations 
  
Subscale    M   SD  
Enjoyment / Interest   4.082   .553 
Perceived Competence   3.482   .495 
Effort / Importance   3.895   .557 
Pressure / Tension   2.518   .733 
Perceived Choice    4.369   .596 
Relatedness    3.951   .616 
 
ANOVA results showed a significant difference in the subscale Enjoyment/Interest between different school years 
(F=13.234, df=1/105, p<.001, eta²=.078). In the school year 2010/2011 (M=4.24, SD=.532, N=68) the mean for 
Enjoyment / Interest was significantly higher than in the school year 2011/2012 (M=3.86, SD=.512, N=46). 
ANOVA also indicated a significant difference in the subscale Enjoyment/Interest between teacher groups 
(F=2.823, df=3/83, eta²=.096) and in the subscale Effort/Importance (F=3.450, df=3/83, eta²=.111).  The Tukey post 
hoc test was conducted to determine which teacher groups were significantly different. Results revealed that the 
teachers of sciences showed a significantly higher score in Enjoyment/Importance than the teachers of several 
subjects; and the teachers of social sciences and languages showed a significantly higher score in Effort/Importance 
than that of class teachers. The means and standard deviations can be seen in Table 6, according to the teacher 
groups. 
 
Table 6. Means and Standard Deviations according to teacher groups 
 
   Class teachers Teachers of social  Teachers of Teachers 
  sciences and languages sciences  of several subjects 
N (114)   N(34)  N(27)   N(21)  N(32) 
Subscale  M SD M SD  M SD M SD 
Enjoyment / Interest 4.06 .579 4.04 .499  4.35 .511 3.65 .534  
Perceived Competence 3.52 .524 3.48 .476  3.51 .475 3.17 .698 
Effort / Importance 3.74 .478 4.17 .519  3.95 .474 3.93 .841 
Pressure / Tension 2.41 .728 2.68 .612  2.26 .591 3.10 1.08 
Perceived Choice  4.35 .610 4.39 .666  4.44 .428 4.18 .491 
Relatedness  4.15 .489 4.00 .517  3.85 .893 3.67 .901 
 
3.4. The paired-samples T-test 
The paired-samples T-test was conducted to determine whether there were significant differences within teacher 
groups between September and May in 2010/2011. The fourth teacher group was omitted because of the small group 
size in 2010/2011. The results indicate that there is a significance in Pressure/Tension between September and May 
(t=2.107, df=1/43, p<.005). Pressure/Tension as the only negative factor, significantly diminishes towards May. 
The change between the means and standard deviations in May and in September of 2010/2011 can be seen in Table 
7.  
Table 7. Means and Standard Deviations at the beginning and at the end of the school year 2010/2011 
 
    Class   Teachers of  Teachers of 
    teachers                social sciences  sciences 
       and languages 
    M SD  M SD  M SD 
Interest/  in Sept  4.05 .497  4.23 .492  4.39 .663 
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Enjoyment in May  4.11 .556  4.27 .534  4.54 .398 
Perceived  in Sept  3.52 .513  3.46 .523  3.53 .461 
Competence  In May  3.73 .413  3.50 .633  3.76 .364 
Perceived  in Sept  4.37 .636  4.50 .551  4.44 .450 
Choice  in May  4.53 .547  4.40 .456  4.63 .326 
Effort/   in Sept  3.74 .513  4.22 .605  3.97 .453 
Importance in May  3.80 .499  4.22 .577  3.89 .679 
Pressure/ in Sept  2.39 .699  2.73 .658  2.29 .680 
Tension  in May  1.97 .710  2.92 .812  2.09 .756  
Relatedness in Sept  4.17 .426  3.85 .552  3.83 .991 
  in May  4.17 .575  4.10 .452  4.15 1.20 
 
 
4. Discussion 
 
Novice teachers’ overall score of intrinsic motivation (that is Enjoyment/Interest subscale) appears to be rather high 
and shows a growing tendency towards the end of the first professional teaching year.  
Among the lowest scores can be found the subscale of Perceived Competence, which is natural because of their little 
experience. Also this may be explained by novice teachers’ generally low or moderate self-efficacy beliefs (Boz & 
Boz, 2010; Flores, 2005). As Poom-Valickis (2007) has found in her study, novice teachers’ self-efficacy increases 
towards the end of the first year at school, so it can be noticed in this study. However, the difference is not 
significant. It is interesting that the result for teachers of sciences indicated a significantly higher sense of enjoyment 
than teachers who teach several subjects. This might be because of the fact that the group of teachers of sciences is 
coherent but in the group of teachers of several subjects there are teachers of very different fields, i.e. music, 
physical education, art, etc. They may feel that these subjects are not so highly valued in curriculum, since national 
and many international strategies highlight the importance of students’ knowledge of science and technology and 
they may feel that their teaching is not so highly valued. In addition, the lower score of teachers of several subjects 
may be related to their low score in Perceived Competence, these teachers have more difficulties to deal with such 
as misbehaviour, and to support motivation of all students even those who are not so talented in music, art etc.  
 
Another interesting finding concerns teachers of social sciences and languages who find their teaching more 
important and who put more effort into this activity than class teachers. Since the latter group deals with elementary 
school level, it does not necessarily mean that they value their work less, they just may not perceive their teaching to 
be so demanding when concerning subject knowledge. Their score in Perceived Competence was the highest of all 
the teacher groups.  
 
Low scores in Pressure/Tension have a positive message and a reduction can be seen by the end of the first year as it 
explains that novice teachers have learned how to cope with upcoming problems. Their growing sense of 
competence allows them better to lessen the pressure and tension in different professional situations. Amongst the 
teacher groups the highest score in Pressure/Tension belonged to the teachers of social sciences and languages; at 
the same time their sense of competency was the lowest. Therefore it could be assumed that a higher level of 
competency as a form of self-efficacy may help to develop the necessary skills in order to reduce the tension. 
However, Pressure/Tension scores show a light growth among the teachers of social sciences and languages whilst 
other teacher groups show a reduction.  
 
The highest scores in all the subscales were expressed in Perceived Choice which was somewhat predictable since 
teacher’s profession is obtained at Master level studies and is usually well considered beforehand. It could also mean 
that teacher’s profession, in general, is highly autonomous; meaning that teachers have a lot of freedom in choosing 
materials and teaching methods. Relatedness gives an insight to relationships that exist within teacher community. 
The class teachers sense more interpersonal interactions and possible friendship with their colleagues than other 
teacher groups and their score remains the same at the end of the school year. It goes in line with previous studies 
where novice class teachers were the ones who valued the all aspects of school climate the most (Meristo & 
Eisenschmidt, in press).  
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Conclusion 
 
We have highlighted some ideas for consideration during the induction programme, and possible future research 
within the limitations of the study. As our sample size was limited, we can’t make generalisations. 
 
The results of this research show that enjoyment and interest of the novice teachers during the first year of teaching 
is rather high and even grows slightly. It is a very important sign in every educational system that teachers enjoy 
their work and are therefore ready to improve their professionalism and students’ learning outcomes. One reason to 
implement an induction programme for novice teachers was to reduce their isolation and stress related with little 
practical experience and insufficient skills. This research gives us the confirmation that although the enjoyment 
grows, the pressure and tension in some cases grows during the year too. The end of the school year is generally 
stressful even for experienced teachers but beginners are not prepared for that. From that emerges the need to adjust 
the mentoring activities in order to reduce novice teachers’ pressure at the end of the year. 
 
The other meaningful result concerns moderately low perceived competences. The role of the mentor is to support 
novice teachers’ reflection and self-awareness. Acknowledged development supports self-confidence and reduces 
stress, creating a good basis for professional development by improving competences. Supportive feedback is 
crucial in helping to focus and prioritise developmental needs. 
 
This study gave us ideas for future research to explore the survival of novice teachers whose induction year support 
has ended, as well as to study the impact of school climate on teachers’ motivation and the role of mentors in 
supporting motivation. 
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